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paper	is	to	consider	how	care	may	look	from	the	perspective	of	teachers	and	children	with	refugee	or	migrant	backgrounds,	and	thus	we	do	not	explicitly	adopt	a	model	of	care	in	the	introduction	of	this	paper.	Nevertheless,	it	is	important	to	engage	with	the	body	of	literature	on	care	to	provide	context	to	our	own	research.	Like	the	psychological	construct	of	wellbeing,	care	frequently	remains	undefined	in	academic	literature	(Held,	2006;	Monchinski,	2010).	Where	care	is	explicitly	defined	in	research,	definitions	frequently	revolve	around	issues	such	as	best	practice	at	an	organisational	level,	meeting	individual	needs,	and	enabling	people	to	do	well	in	their	environment	(e.g.,	see	Steckley	and	Smith,	2011;	Barnes,	2007).	As	such,	available	definitions	of	care	typically	reflect	the	importance	of	social	relationships	in	enabling	people	to	develop	positive	levels	of	wellbeing,	as	well	as	a	focus	on	how	organisations	responsible	for	care	can	meet	their	requirements	for	service	delivery.			In	addition	to	the	small	amount	of	literature	concerning	definitions	of	care,	there	is	very	little	literature	that	considers	the	concept	of	care	for	refugee	or	migrant	children	specifically.	In	one	example	of	such	work,	the	aforementioned	focus	on	institutional	best-practice	for	care	is	reflected	in	a	paper	concerning	good	practice	for	social	care	for	refugee	children	in	the	United	Kingdom	(UK)	(Newbigging	&	Thomas,	2011).	In	this	paper,	Newbigging	and	Thomas	highlight	the	importance	of	models	of	good	care	for	refugee	children,	outlining	six	elements	for	organisational	delivery	of	good	social	care.	These	are:	1)	organisational	commitment	to	promoting	wellbeing,	2)	multi-agency	partnerships,	3)	local	strategies	developed	according	to	specific	needs	assessments,	4)	engaging	with	and	involving	refugees	in	the	development	of	services,	5)	workforce	development,	and	6)	monitoring	and	review.	While	these	guidelines	offer	useful	outlines	for	the	provision	of	(in	this	case	social)	care	for	refugee	children,	they	do	not	provide	an	overview	of	precisely	what	they	mean	by	care	at	an	individual	level.	Indeed,	there	remains	very	little	literature	which	explicitly	outlines	care	for	refugee	or	migrant	children,	with	most	related	literature	focusing	on	either	an	institutional	level	(as	seen	in	the	case	of	Newbigging	and	Thomas),	or	an	individual	level	in	the	form	of	mental	health	and	wellbeing,	or	mental	health	interventions	(e.g.,	Ehntholt,	Smith,	&	Yule,	2005).	While	such	research	covers	elements	of	care	for	refugee	or	migrant	children,	there	remains	a	
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gap	in	the	literature	that	focuses	on	care	in	and	of	itself,	particularly	from	the	perspective	of	children	with	refugee	or	migrant	backgrounds	themselves.			In	terms	of	research	concerning	care	in	schools,	authors	such	as	Noddings	(1992)	have	noted	that	schools	play	an	important	role	in	care	for	children,	and	that	care	should	be	foregrounded	in	addition	to	focusing	on	achievement.	In	terms	of	practical	outcomes	of	such	an	argument,	Noddings	suggests	that	schools	should	modify	practice	such	that	caring	school	environments	involve	structures	such	as	small	classes,	a	curriculum	that	involves	a	focus	on	students’	unique	interests,	skills	or	needs,	and	time	and	space	for	students	to	become	familiar	with	the	school	environment	and	the	other	people	within	it.	Similarly,	a	review	of	the	literature	conducted	by	Velasquez	and	colleagues	(2013)	also	found	that	much	of	the	literature	concerning	care	in	schools	has	highlighted	the	need	to	create	caring	spaces	that	may	reflect	students’	identities	and	allow	them	to	develop	nurturing	relationships	with	others.	Importantly,	much	of	this	research	notes	that	consideration	should	be	given	to	student	understandings	of	care,	and	student	perceptions	of	their	relationships	with	their	teachers.	This	focus	on	care	in	terms	of	relationships	is	particularly	important	for	students	with	refugee	backgrounds,	who	may	bring	particular	expectations	(such	as	those	relating	to	forms	of	punishment	and	control)	that	may	impede	relationships	if	time	is	not	put	into	getting	to	know	individual	students	(Baak,	2016).		As	such,	care	at	school	arguably	centrally	involves	relationships;	frequently	of	that	between	the	student	and	their	teacher	(Velasquez	et	al.,	2013).	A	relatively	large	body	of	literature	exists	which	highlights	that	positive	student-teacher	relationships	are	critical	for	wellbeing	at	school,	and	can	go	some	way	towards	counteracting	the	effects	of	poor	family	relationships	or	other	risk	factors	for	all	children	(e.g.,	see	Hamre	and	Pianta,	2005).	Furthermore,	good	relationships	between	students	and	teachers	have	been	found	to	contribute	to	emotional	regulation	and	pro-social	behaviour	(Dockett	&	Perry,	2003),	as	well	as	high	levels	of	school	belonging	and	engagement	(Isik-Ircan,	2015;	Klem	&	Connell,	2004;	Ryan	&	Patrick,	2001).	In	the	case	of	refugee	or	migrant	students	specifically,	teacher	relationships	at	school	may	be	one	of	the	first	community	
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backgrounds	(Cassity	and	Gow,	2005;	Woods,	2008),	and	we	would	suggest	here	that	this	is	similarly	the	case	with	care.	As	such,	if	student-teacher	relationships	play	the	central	role	in	care	that	we	suggest	here,	training	and	support	for	teachers	become	a	crucial	aspect	of	providing	care	for	refugee	and	migrant	students	in	the	school	context.		Taken	together,	our	research	indicates	that	‘care’	may	look	somewhat	different	for	students	with	refugee	or	migrant	backgrounds,	and	their	teachers	–	albeit	with	some	overlap.	Our	findings	indicate	that	for	students,	care	revolved	around	relationships	in	which	they	felt	safe,	valued	and	connected,	and	spaces	in	which	they	felt	they	could	contribute	their	knowledge	and	values.	For	teachers,	care	for	children	with	migrant	or	refugee	backgrounds	involved	relationships	in	which	teachers	understood	the	support	needs	of	students	(with	specific	emphasis	on	the	impact	of	trauma),	and	spaces	where	students	felt	involved	and	supported.	These	definitions	primarily	reflect	existing	definitions	of	care	in	the	broader	literature,	which,	as	noted	in	the	introduction,	has	typically	focused	on	care	at	an	organisational	level,	the	importance	of	meeting	individual	needs,	and	enabling	people	to	do	well	in	their	environment	(e.g.,	see	Steckley	and	Smith,	2011;	Barnes,	2007;	Holland,	2010).	It	is	note-worthy	that	while	teachers	focused	on	recognising	and	correctly	understanding	student	behaviours,	the	students	themselves	looked	for	aspects	of	the	school	in	which	they	could	flourish	and	contribute	–	indicating	that	it	was	these	aspects	which	made	them	feel	as	sense	of	‘care’.	This	reflects	previous	research	findings	by	Noddings	(2015)	and	Velasquez	and	colleagues	(2013),	which	similarly	indicates	that	care	in	schools	must	reflect	students’	individual	strengths	and	needs.	As	such,	we	argue	–	like	Matthews	(2008)	–	that	for	schools	to	play	a	central	role	in	the	care	of	students	with	refugee	or	migrant	backgrounds,	they	must	be	able	to	recognise	their	strengths	as	well	as	areas	in	which	they	may	need	further	support	or	guidance.		While	this	research	has	been	able	to	provide	some	working	understandings	of	how	care	may	look	for	refugee	or	migrant	students	and	their	teachers,	it	is	not	without	its	limitations.	These	include	the	relatively	small	sample	sizes	for	both	groups	of	participants,	and	the	specific	context	of	the	research	(that	is,	the	IELP).	As	such,	the	
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